From Practice to Policy Recommendations
During the hearings, those ofus serving on the commission's advisory panel listened for generative counsel on how to make possible for all students the sound-even rich opportunities to learn to write in school that are currently available only to some students. To gain this counsel, we prompted hearing conversations in two ways. First, we asked participants-themselves highly successful readers and writers-to write briefly about and then discuss experiences they associated with their literacy learning.
Second, we invited participants to view and discuss brief video clips ofoutstanding writing instruction in classrooms from a range of instructional levels and geographic areas.
These clips featured
• a first-grader who introduced us to her classroom library where books she and her classmates "published" works are shelved side-by-side titles generally available for purchase;
• a "bilingual" seven-year-old's multi-media composition, "complete with pictures, voice over, and music, explaining how much she values her family, her community, and her visits to her extended family in EI Salvador"; • secondary school students' from "New Mexico (where uranium is mined) and South Carolina (when it is processed)" collaborative study and written exchange of information about the impact of uranium mining and processing on their home communities;
• a Tlingit high school student's written and described the challenge of communicating on-line with other students in Spanish, "a process complicated for him in that he had to process both English and Spanish through" his first language, Albanian. (Writing and School
Reform 8)
When we asked hearings' participants to recall and reflect on experiences they associated with their literacy learning and to observe and reflect on examples of effective literacy instruction, our purpose was to ground conversations in actual, rather than hypothetical, instances of literacy teaching and learning. In their discussions, based upon their own experiences and the examples they viewed, participants observed and related to effective literacy learning and teaching instructional practices that
• invite students to bring languages, experiences, images from their home communities into the classroom to be used as resources in the service of students learning new content and competencies;
• position students and their teachers as co inquirers and co-learners thereby allowing teachers to model for students how to inquire, study, and learn;
• ask students to use writing to collect, analyze, synthesize, and communicate information and opinions;
• ask students to draft, compose, and revise a variety of writings for a variety of audiences, purposes, and occasions; • ask students to use all the language arts (listening, speaking, reading, writing, thinking) all at once and altogether in the service of learning and sharing their developing ideas;
• ask students to make some of their writing public beyond the classroom, and in so doing to have the opportunity to see how literacy works in the world and to take responsibility for it. (Writing School and Reform 10) oral history of her grandmother'S and her own For those of us who are teachers of language arts, these Alaskan Native people's life experience; observations are not surprising ones. What is significant,
• a "trilingual" high school student who if not surprising, about them is that they speak for well about their reading in personal journals. These pedagogies also asked students to choose their own writing topics and to write to discover, explore, and revise their ideas and understandings about those topics. Extending and building upon this research in the last decades ofthe twentieth century, research and teaching in the English language arts shifted from an emphasis on students' uses of language to develop their own ideas and to acquire self-knowledge to learners' uses of language to explore and negotiate meanings in view of one another, in earshot of one another. Pedagogies developed that asked an increasingly diverse group of students to read in community, to write in collaboration, to construct a public space in which they might talk and write, listen and read in order to better understand and communicate with one another for the common good.
As the emphasis on using language to explore the personal shifted in English education scholarship to an emphasis on exploring the social, as a focus on the student as meaning maker and the teacher as facilitator shifted to an emphasis on students and teachers as partners in meaning making, the classroom has been redefined as a site for conversation, for sharing of diverse views and perspectives, for entertaining diverse meanings, for negotiating common ones. Pedagogies have been designed to bring teachers and their students into conversation with one another and to engage teachers and students in conversations already underway, conversations alive and well in students' and teachers' cultural communities, conversations alive and well in disciplines and fields of study. These pedagogies assume that goals for teaching and learning and effective methods of instruction to be culturally sensitive ones. They assume that high standards for learning do not translate into uniform demonstrations of learning. Many acknowledge the potential of the English language arts curriculum to advance social justice and equity. Some invit~ students and teachers to study the ways that social systems such as race privilege, gender dominance, class divisions, corporate interests work in the society in which they live.
In most cases, English language arts educators who have developed or written about the pedagogies that emerged and developed after Dartmouth argue for active, critical learning that begins with students' prior knowledge and experience, is inquiry-oriented, asks students not only to learn Spring/Summer 2009subject-matterbutalsotoshapeknowledgebyusingcustomary developed and supported by research and theory and and creative methods of inquiry that require critical thinking, developed in our field. examples-including those she presents considered the video clips of in Teachers Organizing for Change--of outstanding literacy teaching that how teachers can partner with others, they viewed together, they drew attention to the rationale particularly parents, to ensure rich learning opportunities for those practices-the more than half a century of for students. Toward an Interpretative Theory of Culture," Clifford Geertz makes my point this way: "Theoretical formulations hover so low over the interpretations they govern that they don't make much sense or hold much interest apart from them" (25).
That is, when hearings' participants accounted for why the instruction they experienced and observed was effective, in effect, they named the goals they hold for literacy 
